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The purpose of this quantitative study was to investigate the potential influence of
school environment, administrative leadership and support, social support, and coping
upon the presence of symptoms of teacher depression. The population was comprised of
teachers employed in the metropolitan Atlanta area. A snowball sample, which helped
the researcher to gain a comprehensive understanding, was used in effort to reach
teachers in various school districts. Participants electronically submitted the surveys to
ensure anonymity. The survey followed a correlational design to seek out relationships
between the independent variables of school environment, administrative leadership and
support, social support, and coping with the dependent variable, teacher depression. The
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results from this study suggest that teachers experience higher symptoms of teacher
depression when school administrators are unsupportive and make high work demands
and when there are negative student behaviors. Practical implications and
recommendations for educational leaders to ameliorate the growing rate of depression in
teachers are offered.
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Millions of Americans suffer from varied symptoms and forms of depression or
other mental illnesses. The growing consciousness of depression and its transcendence in
the workplace has become more prevalent, birthing serious consequences for employers
and employees alike. America’s increased awareness of the importance of mental health
services has also brought attention to the need for business, labor, and management to
take a critical step in investing in mental health programs for their workers (Chima,
2004). This type of awareness is not only beneficial in the corporate sector but should be
examined by instructional leaders in the educational arena as well. Studies in the field of
teachers’ mental health underline that many teachers experience negative emotions such
as fear and anxiety, which are related to various psychological, physiological and
behavioral factors and are caused by teachers’ perception oftheirjob situation
(Papastylianou, Kaila, & Polychronopoulos, 2009). The consequences of these
psychological, physiological, and behavioral factors lead to depression and similar mental
illnesses therefore producing major implications for leaders in education as it relates to
student achievement.
Finch (2011) asserts that at present, it is estimated that 58 million people in
the United States alone are affected by depression. The implication is that depression is a
factor in work impairment for a large and therefore significant number of adults. The
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consequences of depression that impact workplace productivity include absenteeism, job
turnover, inability to make sound decisions, coronary heart disease, lower productivity,
increased smoking, drug and alcohol intake, and fatigue (Johnson & Indvik, 1997;
Brenitz, 1993; Hackett, 2001). Depression stemming from job dissatisfaction is
particularly important for supervisors in education. The findings of most studies indicate
that teaching is a high stress social profession, since it involves close relationships with
other people, requires speed decision-making and the decisions taken might have a
serious economic, social or other impact on the lives of those involved (Gugliemi &
Tatrow, 1998; Kantas, 1996; Kyriacou, 2001). In understanding the demands of the
teaching profession coupled with the aforementioned consequences of mental illnesses,
educational leaders should consider the relationship between the teacher affected by
depression and student achievement.
Continued concern surrounding the mental health of employees has grown over
the past decade. The pervasiveness of mental illnesses such as depression in the
workplace is a pressing issue and should receive adequate attention. Alarmingly, little
consideration has been given to teachers’ depression. This suggests that those suffering
from mental illnesses in the teaching profession are undiagnosed and under-represented.
Teachers, who are depressed or at risk of becoming depressed, should be identified and
provided support and adequate resources to prevent and/or ameliorate depression. This
study seeks to determine factors in school environment, social support, and coping
mechanisms that significantly impact symptoms and the diagnosis of teacher depression.
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Statement of the Problem
Symptoms of anxiety, mental illnesses and depression are often found in
individuals who have stressful professions or work in stressful environments. Although
every occupation has its own associated problems, certain professions are more prone to
stress and risks of mental health issues. Each day, fire fighters are expected to save the
lives of those who face tragedy with home fires and medical emergencies. Medical
personnel such as doctors and nurses work relentlessly to combat diseases and illnesses to
preserve life. Members of law enforcement are expected to protect and serve the families
and communities in which they serve. With each of these professions, the common
denominator is the preservation of life. The pressures and demands of saving lives can
create extremely stressful work environments which can lead to symptoms or diagnosis
of occupational depression. Changing lives through teaching is no different. Teaching
has been considered a profession whose members are especially at risk to work-related
stress, occupational depression and its interconnected problems.
Psychological distress in the teaching profession can be attributed to occupational
stressors. Particularly, a current indicator of stress amongst educators is the federal
mandate No Child Left Behind of 2001. This legislation is supportive of standards based
educational reforms developed by each state that establish measurable goals to improve
individual outcomes on assessments educationally. Moreover, there is a linear
relationship between the No Child Left Behind Act, standards driven teaching practices,
and test scores. The implementation of performance standards impacts teachers because
the demand that schools put on teachers to ensure that all students meet standards is
something that teachers have not been asked to do before (Blankstein & Noguera 2004;
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Linn, 2005). Although the demand of accountability is no stranger to teachers, the
heightened sense of pressure to attain results by 2014 in efforts to avoid the sanctions of
this legislation can be painstakingly overwhelming.
Teacher accountability, and comparable stressors relative to No Child Left
Behind, is a sizeable factor in the symptoms and diagnosis of occupational depression.
Since the passage of this reform, ensuring all students meet standards in inner-city
schools has been considered a tough feat for teachers. Students who matriculate through
k-i 2 schools in urban districts typically bring more obstacles to the table and teachers are
expected to take on more roles than just that of an educator. Additionally, teachers have
to tailor instruction for these students considering classroom practices and approaches
that are relative to the lives of urban learners. The duty of transforming curriculum for
students in urban districts creates great stress for educators. There is an even greater
stress in finding the ability to transform the curriculum in such a way that inner city
students achieve mastery at or above grade level standard in order to pass state mandated
assessments. Researchers conducted a study on the effects of working conditions of
female teachers in an urban school district. Serious problems with depressive symptoms
and job satisfaction among teachers exposed to adverse work environments were found
(Schonfield, 2000). Among the 184 teachers, work environment measures were highly
correlated with depressive symptoms, self-esteem, job satisfaction, and motivation to
teach. The data strongly suggest that working in inner city schools can cause negative
impacts on the mental health of its employees.
Attempts to further investigate and protect teachers from occupational stress and
depression in the workplace should be a top concern in the hierarchy of priorities for
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educational leaders. Melchoir, Caspi, Mime, Danese, Poulton, et al. (2007) purports that
when stress is combined with a lack of support, there is a particularly high risk of
depression.
Teacher depression is a viable and legitimate concern in educational
administration because there is a substantial relationship between the levels of student
achievement and the mental health of the teacher. Occupational stress affects the
teachers’ physical health, job performance, and mental health, and their students’
academic achievement researcher Mark Attridge found (cited in Black, 2004).
Additionally, the contention that teacher depression has a direct association to teacher
burnout and teachers leaving the field of education is arguably true. Ample evidence
suggests that burnout among teachers is related to psychosomatic complaints and
illnesses such as headaches, sleep disturbances, psychological symptoms such as
depressed moods, anxiety and somatization (Greenglass Burke, & Ondrack, 1990).
Furthermore, less than 10% of teachers remain in this profession until the typical age of
retirement (Macdonald, 1999), with over half of new teachers leaving the profession
within the first five years (Smith & Ingersoll, 2004). A percentage of this is attributed to
soaring levels of teacher depression.
Similarly, educational leaders should be aware of the effects of teacher depression
from an economic standpoint. It is estimated that by the year 2020, depression will be
ranked as the second most common disease in the world, surpassed by only
cardiovascular disease (Finch, 2004). With this rise in the decline of mental health,
organizations will spend more annually to deter the lasting effects of mental illnesses on
their businesses. Depression can cost employers up to $3,000 for each affected
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employee, and twice this amount if left untreated (Johnson & Indvik, 1997). It can also
be considered a strong independent and determining factor in sickness-related absences.
Particularly, in education, student performance levels are dependent upon teacher
attendance. The negative effect that depression has on work attendance in teachers is
detrimental to the success and achievements rates of students. Martin (2001) found that
absenteeism due to health problems was twice as high for employees with depressive
symptoms compared to those lacking depressive symptoms. The “mental health days”
that teachers take force students to be given instruction from substitute teachers that are
often untrained and unskillful in delivering content for mastery. Moreover, the cost of
substitute teachers is a growing expense within school districts. In a recent analysis of
substitute teacher pay cost, results showed that nearly 1% of the total operating budget
for these school districts was consumed by substitute teacher costs (Woods & Montagno,
1997).
Taking the abovementioned effects into consideration, teacher depression is
damaging to the functionalities of the organizational structure of schools and to the
intended outcomes of the educational system. Researchers have found that there are
occupational variables that relate to the symptoms and diagnosis of depression. For
educational leaders it is imperative to identify these variables and protect teachers who
suffer from the growing and infectious disease.
Purpose of the Study
The intended outcome of the study is to investigate for educational leaders the
potentially significant relationship of school environment, social support and coping
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(independent variables) and the relationship they have to the symptoms or diagnosis of
teacher depression (dependent variable). Smith (2008) argues workers with good
leadership were 40% more likely to be in the highest category ofjob well-being, meaning
they had low rates of anxiety, depression, and job stress symptoms. Given this statistic, it
is important for educational supervisors to be cognizant of organizational matters that
may place employees at risk for depressive symptoms or diagnosis of depression.
Twenty-seven best-quality studies provided “moderately strong” evidence linking good
leadership to increased employee wellbeing (Smith, 2008). Good leadership details
instructional leaders as those who understand the causes of depression and the advantage
in curving the long-term effects of the disease and is particularly important in creating a
barrier between its negative effects and student achievement.
Research on teacher depression has been atheoretical and symptomatology of the
disease as it relates to the teaching profession has rarely been studied. Thus, the goal of
this study is to determine the prevalence of depressive symptoms and depression in
teachers employed in an urban school district and to understand what psychological
aspects of the profession are most associated with the disease.
Research Questions
RQ1: Is there a significant relationship between school climate and the
symptoms of teacher depression?
RQ2: Do environmental factors such as economic depression relate to the
symptoms of teacher depression?
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RQ3: To what extent does social support play a role in the symptoms of
teacher depression?
RQ4: Is there a significant relationship between gender and the symptoms of
teacher depression?
RQ5: Is there a significant relationship between years of experience in
teaching and the symptoms of teacher depression?
RQ6: Is there a significant relationship between teachers’ qualifications and
the symptoms of teacher depression?
RQ7: Is there a significant relationship between the type of students taught
and the symptoms of teacher depression?
RQ8: Is there a correlation between teachers’ age and the symptoms of
teacher depression?
RQ9: Does a relationship exist between teachers who are employed in Title I
schools and symptoms of teacher depression?
RQ1O: Does a significant relationship exist between avoidance coping practices
and symptoms of teacher depression?
RQ 11: Is there a correlation between administrative leadership and support and
symptoms of teacher depression?
RQ12: Is there a relationship that exists between negative student behaviors
and symptoms of teacher depression?
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Significance of the Study
The exponential presence of depression is growing rapidly in the teaching
profession. With the growing numbers that appear each year, the significance of
understanding the impact that depression has in the workplace is critical. Many times
depression that is treated insufficiently, or not treated at all, will eventually aggravate
other problems such as absenteeism, slow production, and physical ills that may cost a
company even more (Turner, 1995; Johnson & Indvik, 1997; Brunner, 2000; Akabas &
Gates, 2000).
Currently, there is limited research in the field of mental health as it relates to the
teaching profession. Moreover, there is an even greater need for a more evaluative and
participative study of symptoms of depression in urban school settings. Potential
findings in the area of teacher depression will give school leaders and officials a scope
into what may negatively impact a teacher’s mental health and will gain insight on factors
within their building that can be controlled to ameliorate the symptoms of the disease.
Leadership is thought to be one of the most important factors mediating the
relationship between work and health (Smith, 2008). Leadership within schools is
particularly important in creating an environment that fosters soaring levels of student’s
success which is largely produced by teachers. Understanding the demands of the
classroom and the teaching profession is essential and encompasses several components.
A critical component includes well-rounded leaders inventorying their faculty and staff to
determine if it is highly functioning. A highly functioning organization allows school
leaders the ability to achieve the goal, student success. The intended outcome of the
study is to alert educational leaders on depression, an inhibitor of student success, and
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how widespread the disease is. As a result, educational leaders will gain insight on ways
to determine how environment, social support and coping play a role in the symptoms of
depression.
Many theorists idealize the job well-being pyramid model, suggesting that a
strong foundation of leadership, healthy work environment and good working conditions
reduces worker health problems (Smith, 2008). The findings from the study will allow
supervisors the opportunity to make logistical changes within the organization to create a
healthy working environment. The data gathered will also give posterity the ability to
form educational institutions that foster strong social support for classroom teachers.
If leadership is thought to be the most immediate factor in the relationship
between work and health, it is important for instructional leaders to gain understanding in
monitoring occupational health within organizations. Preparatory programs that groom
educational leaders for cultivating a healthy work environment would benefit from
understanding the magnitude of strong leadership skills and its impact on the mental
health of their teachers. Significantly, graduate schools that infuse concentrated
coursework in the psychopathology of the urban school teacher within their program of
study would essentially prepare leaders for real world experiences within urban schools.
Students who gain a firm understanding of the relationship between strong leadership
skills and mental health are most likely to build or re-construct school environments that
are conducive to positive job satisfaction and positive job performance. This type of
preparation is likely to ameliorate the symptoms of depression that are found with
schools across the nation.
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Educational leaders who have a foundation in the psychopathology of teachers
would most likely construct organizations that are sensitive to the needs of teachers and
can assemble supportive constructs that allow the teacher immediate help with the
demands of the profession. Professional development focused on understanding the
mental health of teachers organized at the district level would drastically change the
culture of many school districts. Incorporating trainings that educate practicing school
leaders of the relationship between strong leadership skills and the mental health of
school teachers would be relevant and practical in ensuring that school—level
administrators are equipped with the tools to address the needs of their teachers within
the actual school building, creating a decline in the occurrences of negative mental health
problems, and an increase in teacher retention and student achievement. Moreover, this
type of informative training would allow practicing school leaders the ability to create
school environments and social constructs that foster supportive relationships, which are
often absent in daily interactions between the school level administrator and teachers.
Lastly, many businesses in the corporate sector offer support through Employee
Assistance Programs. These programs are in place to offer a helping hand to employees
who suffer from outside and professional stressors. The development andior refinement
of this program can make great changes within school systems. Findings from this study
could be used to form support organizations within the school and district. They could
also allow district officials to restructure and tailor Employee Assistance Programs
specific to classroom teachers that suffer from depression because of the demands of the
profession. A systematic approach to identifying and treating depression, one that relies
on proactively identifying depressed employees and reaching out to them rather than
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passively waiting for employees to seek help, can dramatically improve clinical
outcomes, reduce depression, increase job retention and lower absenteeism (Azocar,
2008). The possible uses for the findings of the study for education are vast. This alone
makes the study particularly significant for educational leaders.
Summary
More than nineteen million adult Americans, age eighteen and over, will suffer
from depressive disorders each year (Sands, 2001). Consequently, these depressive
disorders transcend the walls of their employment and further impede their chances of
being successful employees within the organization. In fact, researchers have found that
some relation exists between occupational variables and depression (Chima, 2004). This
fact also has much significance in the educational realm. The symptoms and diagnosis of
depression for the classroom teacher can be attributed to the high demands and stress of
the profession. Schonfeld (2000) asserts that serious problems with depressive symptoms
and job satisfaction were high amongst teachers.
Understanding the mounting disease of depression is important for educational
leaders. The toll that teacher depression has on student achievement is damaging.
Hackett (2001) reported on a study by the Massachusetts Institute of Technology, which
showed that clinical depression cost American schools nearly thirty billion dollars a year
in absenteeism and poor work performance. Additionally, if the overall goal of the
educational system is to attain high levels of student success, teacher depression impedes
upon this goal. Chima (2004) purports that those who suffer from the disease tend to
show a show a decrease in motivation, isolate her or himself from coworkers, fail to
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contribute in meetings, and show changes in personal appearance, all of which are
essential in the teaching profession.
The intended outcome of the study is to interpret the underlining factors of school
environment, social support and coping that contribute to teacher depression in effort to
end or ameliorate the growing disease in American schools particularly in urban settings
for classroom teachers. As a result, educational leaders can structure their organizations
to combat the disease so that high levels of student achievement are attained.
CHAPTER II
REVIEW OF THE LITERATURE
Depression is the second most common psychiatric disorder in adults, following
anxieties (Chima, 2004). It can destructively interrupt life with its many variants of
symptoms, severity, and persistence. However, to truly understand its detriment to adult
life, one must understand the source from which it is birthed. Many of these causes stem
from the demands and social contexts of the workplace. Researchers have found that
some relation exists between occupational variables and three forms of depression—
major depressive disorder, depressive syndrome, and dysphoria (Mausner-Dorsch &
Eaton, 2000). There is a sensible conjecture that this type of disorder typically develops
in careers that are considered high stress professions. The teaching field is no stranger to
high stress, which can potentially metastasize into depression or symptoms thereof. An
educational leader may find it helpful to combat the vicious disease within their schools
by being aware and well-informed about depression and stressors that have influence on
the disease. This type of consciousness not only helps to lessen the stressors that are
found within the school building, but can also allow educational leaders the ability to
provide adequate support to those who are suffering from the illness.
The oversimplification to assume that depression is unicausal is farfetched and
should never be lumped into one category. For supervisors in education, it is important
to know that depression can be induced by a person’s biological predisposition,
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psychological factors, and behavioral factors (Johnson & Indvik, 1997). However, in
some instances, depression is derived from occupational variables. A considerable
number of studies (Greenglass et al., 1999; Kafetsios, 2007; Kyriacou, 2001;
Papastylianou, et al., 2009; Pithers & Soden, 1998; Travers & Cooper, 1996) identify the
following factors in the teaching profession as workplace stressors:
• Work pressure
• Job conditions
• The ambiguities and conflicts of the educational role resulting from its
complexity and from the administration’s conflicting demands
• Pressures exercised by educational leadership
• Professional growth
• Lack of resources
• Poor professional relations with colleagues
• Low pay
• Unacceptable student behavior
• Relationships with students’ parents
• Teachers’ expectations
• Lack of communication
• Managerial support
• Leadership and teacher autonomy
Given these variables, the demand for educational leaders to take corrective action
is at an all time high. Numerical figures contend that depression affects approximately
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10 million to 17.5 million United States employees (Johnson & Indvik, 1997).
Furthermore, these large numbers encompass working professionals in the teaching field
and even more cases in the urban school community.
Urban school settings present great challenges for teachers and educational
leaders. Considering that urban schools in the United States educate approximately 40%
of nonwhites and 30% of students from low income families, educators must find new
ways to not only provide a high-quality education but also address the unique needs of
these students and their families (Szente, 2006). Additionally, urban learners tend to
perform below the national reading and math averages and are more at risk for school
failure (Education Commission of the States, 2003). In attempting to meet the challenges
of an urban learner, teaching stresses sky-rocket. The turbulent and sometimes remedial
teaching practices that accompany instruction in urban schools often induce high levels of
anxiety, stress and depression. Catania (2001) asserts that these anxieties and stressors
often manifest themselves in negative behaviors and attitudes that are not conducive to
student success.
The science of depression and symptomatology in teachers who work in urban
schools has been overlooked and under studied. Ensuring that urban learners have
teachers that can provide quality instruction is of great importance. Without happy,
healthy teachers in inner-city schools, children will suffer academically. In
understanding the variables that play a role in creating teacher stress, it is vital to know
which of these variables affect teaching in urban school settings more than the other.
Additionally, educational leaders in inner city schools would benefit in knowing the
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extent to which these individual agents have on the onset of depression or its symptoms
in teachers.
Organizational and strategic leadership within schools plays a major role in
supporting urban learners and in creating an environment of academic success. It also
presents itself to be a considerable element in the diagnosis or symptoms of teacher
depression. Comparative studies conclude that urban learners often fall behind in
academics, failing to meet grade level standard. Because of this, school administrators
develop supplemental programs or school reforms to combat the growing deficit. These
evolving changes affect all stakeholders that are involved, especially in the classroom.
Such changes create a considerable amount of frustration for teachers. Specifically, as
teachers serve as the life lines of educational institutions, they feel as if they have no
authority in the decision making realm of the transformation. The magnitude of
institutionalized reform within schools in urban settings is immense. Evans (1996)
explains, the human feelings that teachers often experience during education
reforms—loss, anxiety, depression, ambivalence, and resistance—have historically
either been ignored or belittled. Teacher’s lack of control in school environments is
stressful. Therefore, it is not surprising that aspects of organizational change are stressful
for teachers when you consider the notion that they had no influence over the changes
being instituted (Travis & Cooper, 1996).
Similarly, teachers exhibit depressive moods when there is a lack of control
present in educational decision making with regards to assessment and curriculum as a
result of school reform. The role conflict and ambiguity in this type of reformative
leadership has an unfavorable influence on the mental health of classroom teachers. In
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many school reforms, teachers are expected to follow the scope and sequence of curricula
and assessments given to them, not being given much wiggle room to venture out into
creative teaching practices. Papastylianou et al. (2009) asserts that both ambiguity and
role conflict influence professional satisfaction negatively and lead professionals to avoid
their work or limit their professional output. Moreover, Alloy, Kelly, Mineka, and
Clements (1990) has determined that these feelings of helplessness, social withdrawal,
and deficient behavioral output align with the psychopathology and symptomatology of
depression.
In educational organizations, teacher support is much like a euphemism-
metaphoric with no intended literal meaning or reality. The most successful schools
and programs observed are characterized by teachers who support one another in a
variety of ways (Houghton, 2001). When this support is absent, the lack of it hampers
students’ success because of the strain on classroom teachers’ mental health and full
working potential. Contact with others and more especially, contact that is supportive, is
an important predictor of both general emotional well being and its flip-side,
vulnerability to depression (Barbour, 2003). Positive collegial support is vital to the lives
of teachers, yet so hard to find within the walls of schools at times. Teacher support and
collaboration is relatively instrumental in intervening in the ploy between negative effects
on mental health and teachers emotional well being, combating anxiety, stress, and
depression. Moreover, interventions of this caliber reduce levels of anxiety and
depression to improve work performance in human service settings (Rose, Jones, &
Fletcher, 1998).
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Gamoran, Secada, and Marret (2000) argue that if teachers are faced with
complex instructional tasks, they are more likely to interact with other teachers to try to
understand and address these problems, beginning to form a professional community.
The development, implementation, and support of professional communities are
important for school administrators in strengthening the structural facets of their
organizations to ameliorate depression in teachers. Similarly, this type of leadership
demonstrates that there is a sincere level of support from administrators and it signals that
collaboration is a common and shared belief in the organization.
There is a well established link between high levels of social support and an
absence of mental health problems in workplace studies (Barrera & Ainaly, 1983; Cohen
& Willis, 1985; Sarason, Sarason, & Gurung, 2001). Likewise, there is a significant
relationship between support from administrators and teacher outcomes. Direct
communication and support from a supervisor, principal, or other administrator diminish
the perception of stress and anxiety (Hart, Wearing, & Conn, 1995; Starnaman & Miller,
1992; Van Dick & Wagner, 2001) and job dissatisfaction (Rosenholtz & Simpson, 1990).
Creating school environments that nurture communication and support from educational
leaders help teachers to feel appreciated, respected, and valued. When there is a lack of
perceived social support, Dr. Aaron Beck reports in a survey found in the article “Feeling
Worthless and Depression,” that many people feel defeated, defective, deserted, and
deprived, which all have been documented as symptoms of over 80% of individuals who
have been diagnosed with depression (Cohen, 2006).
In effort to recognize the implication organizational leadership plays in the role of
depression and symptoms thereof in teacher, there should be a general understanding of
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workplace stressors that contribute to the growing disease in the school building and in
the district through which the teacher is employed. Meichoir, Caspi, Mime, Danese,
Poulton, and Moffitt (2007) described organizational politics and lack of faith in
organizational management as factors related to depressive reactions. Cooper and Kelly
(1993) indicate that demands and constraints of local education authority cause stress for
teachers. School districts often implement educational policy within their local
jurisdiction of operations. Because of this local authority, teachers often feel as if they
have no control over their roles and have no influence in the responsibilities these roles
entail. Governing educational agencies often neglect the amount of influence teachers
should have in educational decision making. Perrachione, Petersen, and Rosser (2008)
describe personal satisfaction, along with professional responsibility, as an important
indicator of a person’s psychological well-being, as well as a predictor of work
performance and commitment.
The lack of faith in organizational management on the district level has also
presented many feelings of isolation for school teachers who often feel like soldiers in
active combat waiting to be given marching orders. As school reform is a burgeoning
phenomenon in the modern day educational practices, teachers feel devalued and
underappreciated when district level officials make “informed” decisions in developing
new systemic changes. Author (2001) details a recurring, commonplace grievance
among teachers—that their districts will take up a reform only to drop it as the winds of
change sweep their district and replace it with another. These feelings reveal the lack of
confidence teachers have in regards to district officials. These feelings and psychosocial
characteristics of the work environment have serious effects on mental health outcomes
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(Karasek, 1979). Negative effects on mental health are birthed when people are stripped
of professional responsibility and decision making abilities. As empirical evidence,
Mausner-Dorsch and Eaton (2000) found in case studies and random sampling that
decision authority has a strong relationship to the three forms of depression—major
depressive disorder, depressive syndrome, and dysphoria. Mausner-Dorsch and Eaton’s
study further hypothesized and proved that individuals working in professions who
encounter the turmoil of high psychological strain, with regards to psychological
demands and low-decision authority, would have a higher prevalence of depression.
The politics behind education is a sweeping issue for teachers and the school
leaders in place to enforce the mandates. Specifically, the most current legislation in
education is the mandated federal reform, No Child Left Behind Act of 2001. No Child
Left Behind contains serious implications for public k-12 institutions in the nation,
requiring that 100% of students are grade level proficient and make Adequate Yearly
Progress (AYP) by 2014. Teachers in urban schools feel this goal is unrealistic and
unyielding to the barriers they are faced with. Hunt, Afolyan, Byrd-Blake, Fabunmi,
Pryor, and Aboro (2009) assert that urban schools tend to educate a disparate number of
the nation’s ethnic minorities, economically disadvantaged students, and students with
disabilities. The pressures of ensuring below-level students meet grade level standard in
one full academic year has been an area of growing concern and stress for teachers,
particularly in urban schools. Teachers are frustrated, at all levels, by what they perceive
to be the unfairness of holding special needs students to the same criteria as regular
education students, both in terms of academic levels of achievement as well as the
timeframe in which special education youngsters were expected to meet standards (Hunt
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et al., 2009). The push for all students in the nation to achieve grade level standard has
heightened teacher accountability. Accountability is an outcome of political sanctions in
education which forces teachers to “teach to the test.” Passing test scores on state
mandated criterion tests decide if schools and school districts make Adequate Yearly
Progress as determined by No Child Left Behind, which create stress and anxiety in
teachers.
The cause-effect relationship of school reforms of this magnitude and stress and
anxiety in teachers is because of the low decision authority in the specificities passed
along the sectors of educational institutions. The fundamental nature of educational
reforms encompasses professional development, implementation of new state standards
for teaching and learning, revised curriculums, and modified teaching and assessment
practices, all being considered as occupational stressors in the teaching profession.
Through case studies and random sampling, Mykietum (1984) discovered that at least
60% of the teachers surveyed cited each of these demands of school reform as being
psychologically taxing. Studies also reported participants experienced extreme bouts of
fatigue and chronic sadness. Travis and Cooper (1996) also discovered that the demands
from educational reform caused a vulnerability to mental illnesses, a psychological
stressor that affects teacher performance. If students are to be grade level proficient by
year 2014, educational policy-makers should be cognizant of the growing demands that
are placed upon classroom teachers, and educational leaders should make every effort to
ensure these stressors do not grow to form depression or depressive moods in teachers, as
there are proven indicators that this illness and its variants affects student achievement.
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In recent years, political decisions with the United States have had negative
effects that continue to trickle down into the world of education. The nation’s grave
economic status has presented many factors in the teaching field, having negative effects
on schools’ budgets and shrinking enrollments. Because of this, job uncertainty has
become a emergent concern for teachers. The growing national deficit and recent budget
cuts in education have caused school administrators to forego issuing annual contracts to
highly qualified teachers. The oxymoronic scenario has become painstakingly identical
across the nation. There are many teachers who receive glowing annual evaluations but
are not granted teaching positions for the upcoming school year. Abramson reports in the
article, “In Teaching, Pink Slips are a Way of Life,” that recent estimates from the
American Association of School Administrators show that about a quarter million
educators could face layoffs in the coming year as states cut education spending in effort
to balance their budgets (Abramson, 2011). Knowing this alarming information, it is safe
to assume that a vast majority of these teachers will be left wondering where their next
paycheck will come from.
Teaching, once known as stable, secure, and solid, has become the very opposite.
As aforementioned, the recall ofjobs within the profession has placed teachers in
financial binds. Similarly, the recall of actual paid working days for teachers has also
become burdensome for teachers’ pockets. This has presented a decline in the amount of
earnings that teachers are given contractually. Georgia sets a statewide salary schedule
for all teachers, but local districts may supplement that salary depending on their
willingness and ability to pay from local sources (Medcalfe & Thorton, 2006). The fiscal
power given to local school districts has forced teachers’ salaries to remain stagnant for
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years. The cost of living has risen and teacher salaries remain the same or suffer a
decrease because of furlough days. Maintaining a once affordable lifestyle has become
difficult.
In context, economic despair, desolation, and hopelessness in the teaching
profession have caused anxiety and negative psychosocial effects for many. In many
instances, it has triggered depression and symptoms thereof. Studies have extensively
documented the relationship between economic stress and depressive moods. Gjesfjeld,
Greeno, Kim, and Anderson (2010) defend studies of psychiatric symptoms in working
class and middle class women that document a link between economic stress and the risk
of experiencing depressive illnesses.
Economic issues carry great weight. The difficulties birthed from the state of our
economy that face the nation’s teaching workforce have grown immensely. At times,
educational leaders are unaware or even unsympathetic to the financial burdens of a
failing economy for the classroom teacher. Given that there has been over 25 years of
research on the social determinants of depression, it is unfortunate that economic
concerns have not taken center stage in the development of treatment and prevention
models focused on depression (Gjesfjeld et al., 2010). If supervisors in education
continuously neglect the relationship between economic stress and depressive illnesses, it
will be challenging to demand high expectations in the classroom from teachers who will
suffer from the negative side effects of it. Furthermore, neglect of this magnitude will
darken the bright hope of our nation’s schools producing citizens who can turn our
economic and political state of affairs around.
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Although there are numerous factors within organizational, strategic, and political
leadership that have been considered mild onsets for the disease, there is an overall and
even greater assumption that the demands of the classroom from all stakeholders in the
educational process and the weightiness of instruction play the most significant role in
the diagnosis of depression or experience of depressive symptoms in teachers. This
assumption is even more hypothesized in urban settings. Teachers employed in urban
settings face unique and special challenges. The National Center for Educational
Statistics (2011) asserts that urban students are twice as likely to live in poverty and are
more at risk for health problems and physical danger. These outside factors almost
always seep into the classroom, venomous in nature, making successfully educating the
urban child an obstacle for most and impossible for the depressed teacher.
Urban schools typically foster classrooms that present the teacher with an
assortment of academic ability. Travers (2001) justifiably argues that teachers are
expected to teach to all students, regardless of ability level. Typically, this practice
exercises the use of leveled planning, differentiated instruction and varied assessments
that individually addresses the needs of the student. With teachers being held to such
high expectations in urban settings, it is no wonder that the stress and anxiety that
accompanies the workload can affect teachers psychologically. Kathy Hytten’s (2011)
assertion is that teachers are often blamed for failure, even as they are asked to do what
sometimes feels like the impossible: teach kids who lack the basic skills and basic
necessities in life, including adequate food, health care, housing, and supportive social
networks. Furthermore, given the obstacles of teaching and learning in urban schools,
teachers are expected to remediate in hopes of students attaining academic mastery on
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state criterion tests, practicing researched based strategies and cultivating meaningful
learning activities that reach all learners. Sadly, they are misjudged when students fail to
pass “the test.” The hidden pressures of differentiated instruction in inner city schools
have been known to take its toll on teachers. Presumably, teachers often don’t last long,
leaving the classroom to spare themselves of more “ongoing demoralizing emotional
fatigue” (Carrillo, 2010).
Each year, studies have proven that students in urban schools have a greater risk
of failing academically than students in more affluent schools. The poor performances by
urban students on academic measures cause some to raise questions about the quality of
education in urban schools while others blame the quality of the students (Gardner &
Miranda, 2001). Situational control in the urban classroom has been considered a source
of frustration for teachers. Seemingly motivated teachers are unable to control whether
or not a student is motivated or interested in doing well academically (Borg, Riding, &
Faizon, 1991). Consequently, a lack of intrinsic and/or extrinsic academic motivation is
at times correlative to negative behaviors in students and without the presence of
effective classroom discipline, providing quality instruction is a challenging task.
Research contends that discipline issues for teachers in urban schools rate consistently
among the strongest of teacher stressors and is a source of anxiety (Lewis, 1999).
Unfortunately, teachers who (a) distrust their classroom management abilities under job
conditions, (b) understand the importance of that competence, and (c) cannot avoid the
management tasks if they are to reach the educational goals, can easily suffer stress,
exhaustion, depressive moods and negative attitudes (Davies & Yates, 1982; Usaf &
Kavanagh, 1990). For these cognitively conscious teachers, the aforementioned costs of
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low student motivation and negative misbehaviors almost always translate into
depression.
Instruction should at all times be considered the primary responsibility of the
classroom teacher. However, supervisors in education demand much more, expecting
time consuming paperwork and other administrative tasks to be completed by given
deadlines. While these duties are to be expected of the profession, the workload
pressures that are associated with time constraints could be considered factors to the
diagnosis of depression and depressive symptoms in teachers. O’Connor and Clarke
(1990) discovered anxiety resulted from the time and workload pressures associated with
the commitment to the teaching profession. In a similar study, Mahoney (2011) reported
time constraints to be a leading contributor to the diagnosis of depression amongst faculty
members. With an overwhelming workload during the day, teachers are often forced to
take work home to complete in the evening, when they should be spending this time with
family. The paperwork of the profession often transcends into teacher’s personal lives,
providing them with little relaxation and time away from the school environment
(Travers, 2001).
Additionally, time demands in the profession are associated with educators
becoming juggling acts in the circus of teaching. The fast pace of the school day and
after school events keeps teachers from focusing on the heart of any school, instruction.
Borek and Parsons (2004) state that teachers are routinely expected to attend professional
development classes, engage in collective learning with colleagues and staff, work on
school improvement plans, attend faculty workshops, increase parent/teacher
partnerships, and be the motivators for school fund raising projects among many other
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things. While these are all essential to the well roundedness of an educational program,
teachers believe that a lack of time, both professional and personal, has become
frustrating. The commitment that aligns with the profession is unmatched and expected
from school leaders. O’Connor and Clarke (1990) concluded in a study that teachers who
indicated a high level of commitment to their profession were more likely to experience
stress, anxiety, and depressive moods due to the time and workload factors.
Working in urban centers of education comes with many unsettling actualities.
Specifically, public schools in urban areas face tougher financial challenges. The cultural
divide that is still evident in today’s educational practices and political infrastructures
works against the common good of urban schools throughout the nation. The perception
that teachers who work in urban schools have far fewer resources to work with in hopes
of maximizing the potential of these students is a sad reality. The fact that school finance
has relied heavily on the taxation of local property, still clinging to the system created
early in the 19th century, has meant that urban schools have had to struggle to deliver
even, in the legal language of the moment, an “adequate” education to all of their students
(Theobald, 2005). Unfortunately, the shortage of money funneled through America’s
urban schools, causes stress and anxiety for classroom teachers.
In the article, “Separate and Unequal: How Do We Fix the Poor State of Public
Schools for Black Children,” Young (2006) defends author Johnathan Kozol’s 40-year
study of urban schools and vehemently argues that under-funded segregated schools are
not preparing children for the future. Subsequently, teachers feel the burden of under
funded schools which are often hubs of low socio economic communities. Teachers are
expected to prepare students for the next level and often realize the difficulties of the task
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when schools lack resources. The expectations that reside within urban schools continue
to create harsh factors for teachers and often have negative effects on teachers’
psychological health. Researchers reported significantly higher levels of stress and
lower levels of psychological well-being among elementary teachers in lower
socioeconomic (SES) areas and also found that teachers in low-SES schools experienced
higher levels of emotional exhaustion (O’Donnell, Lambert, & McCarthy, 2008).
Furthermore, 0’ Donnell et al. support previous research through their case study and
defend the notion that experiencing these high levels of stress consistently over an
extended period of time can lead to a variety of psychological and physical disorders.
Understanding depression and its effect on school teachers is important because it
is an illness that involves a person’s body, mood, and thoughts and causes people to lose
motivation and gain hopelessness (Slagle, 2006). These psychological behaviors are
particularly harmful to the daily tasks of the classroom teacher and to the students that
they encounter on a daily basis. Until recently, depression in the workplace has not been
a major concern for employers. However, because of its growing prevalence documented
in recent studies, many employers have begun to take a deeper look into the costs of
depression in the workplace, both economically and physically through productivity.
Depression is detrimental to workplace performance and productivity in
employees. Its direct effect on the profession of teaching can be seen in the heightened
number of teacher absenteeism. Melissa Martin (2001), author of the article “Depressed
Employees Take Twice as Many Days,” purports that studies done by the American
Psychiatric Association found that absenteeism due to health problems was twice as high
for employees who exhibited depressive symptoms. This study further detailed that
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decreased work performance with employees who were present was because of
reluctance to consider the illness of depression as a factor in taking sick leave.
Subsequently, whether the depressed employee chose to use sick leave or not,
productivity was particularly low and the ineffectiveness of the employee affects
outcomes of the job. To understand depression and absenteeism within the framework of
the educational world, one must understand the single most significant role of the teacher,
to provide meaningful instruction. If teachers are not physically or mentally present in
the classroom, meaningful instruction is not delivered and children’s academic
achievement suffers from the impact of the disease.
Depression’s negative impact also effects school districts fiscal spending.
Hackett (2001) reported on a study by the Massachusetts Institute of Technology, which
showed that clinical depression cost American schools nearly thirty billion dollars a year
in absenteeism and poor work performance. Moreover, employers’ clinical bills for
treatment of the disease have seen a steady increase. The cost of depression to employers
in direct services and productivity is estimated to be $24 billion per year, a figure that
does not include the medical costs associated with this illness, which could drive the cost
as high as $88 billion (Weaver, 2011). These figures have a direct effect on the spending
and budgets within the school district, maybe even subtracting from the quality of
education that is given to students.
Ensuring a quality education for all students in urban school districts should be a
top priority and educational leaders should also concern themselves with fighting
depression within their schools in order to keep quality teachers in the classroom.
Papastylianou et al. (2009) support previous research that shows an increasing number of
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teachers are ineffectual in the classroom and retire early, mainly due to mental problems.
More specifically, this type of professional burnout is derived from sources of emotional
exhaustion, depersonalization, and reduced personal accomplishments in careers that are
centered on being human service professionals (Bakker, Schaufeli, Demerouti, Janssen,
Van der Hulst, & Brouwer. 2000). Ample evidence from literature suggests that teacher
burnout is a result of strong dissatisfaction with the profession and has been associated
with psychosomatic complaints and illnesses such as depressive moods. Unfortunately,
Papastylianou et al. (2009) defend studies that prove professional burnout is often always
linked to those who experience stress, anxiety, negative emotions and depression.
Depression is a predatory disease silently preying on unsuspecting teachers in
many urban and rural educational institutions across the United States. While some
teachers swiftly address the matter, others go untreated and/or undiagnosed, forced to
cope with the illness alone. A recent large-scale epidemiological survey found that only
29% of individuals diagnosed as depressed had received treatment in the previous year
(Carpenter & Addis, 2000). Moreover, depression affects a greater number of workers
than employers recognize. Two-thirds of those who suffer from depression never seek
treatment, with many continuing to work despite physical, cognitive and behavioral
impairments (Lanier, 2003). This is tremendously harmful to the overall success of the
classroom teacher and their pupils. More so, it is harmful to the overall mental health of
the teacher.
Research on teacher stress, anxiety and depression has given little attention to the
coping strategies in reducing symptoms and diagnosis of declining mental health. As
educational leaders begin to look for variables of stressors that influence the onset of
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depression, it is important to incorporate within the support of the depressed teacher
various coping skills. Learning to successfully cope with depression or its symptoms is
essential to satisfactory mental health and it should be considered a promising factor in
which teachers can protect themselves from the disease. Lazarus (1974) describes most
commonly used techniques in learning to cope with depression as being direct-action
techniques and palliative techniques. Direct action techniques deal directly with the
source of the depression and employs problem-solving techniques. Conversely, palliative
techniques include detachment from the source, using outside means to curve the
symptoms of the disease. Both coping strategies influence individuals! appraisals of
situations thereby modulating the intensity and behavior with which individuals react to
stress (Lazarus, 1990). Data suggest that emotion-focused coping is associated with
increased numbers of depression and that task-oriented coping behavior may be
associated with the symptoms, or non diagnosis of depression (Goodwin & Guze, 1996).
Additionally, researchers have found that avoidant coping strategies tend to be
maladaptive across many situations (Green & Ross, 1996). Avoidance coping
mechanisms generally make it difficult for people to describe their feelings. With this in
mind, it is plausible to infer that avoidance coping as the loss in not being able to describe
personal feelings is significant to the deep-rooted link between social support and the
negative effects on mental health. Within the context of the educational realm, a
combination of active strategies of coping with the symptoms or diagnosis of depression
should be employed for the mentally unhealthy teacher. Exercising a multiplicity of
coping strategies can be extremely helpful for curving the immense numbers of the
disease, creating fewer occurrences of the depression in the future.
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Summary
Houghton (2001) argues if educational leaders hope for wonderful schools for our
children, then they must be concerned with the mental health and well-being of teachers.
Concerning themselves with the mental health of teachers means understanding the
disease of depression and knowing the variables within the foundation of the occupation
that play upon the onset of its symptoms or diagnosis. As supervisors in education must
work to dissect the causal factors in the symptoms and diagnosis of teacher depression,
understanding that many of the major and minor stressors evoke deeper research.
Research supports that certain workplace variables causes great stress, anxiety and even
depression. With this in mind, the implication for all school leaders is to create school
environments, offer social support and provide effective coping skills that help in the
amelioration of the disease within the walls of the school by understanding how and to
what extent the variables affect the mental health of teachers.
CHAPTER III
THEORETICAL FRAMEWORK
With this study, the researcher examined the components of the independent
variables that research has found to be significant indicators of teacher stress, anxiety and
depression. The components researched in school environment school climate, job
demand, teacher pay, school reform and organizational structure. Programmatic
variables within social support were included in the investigative study underlining the
essence of administrative support and collegial relationships in schools. Lastly, the
approaches to coping that are believed to affect mental health were investigated to
determine if there is a relationship with its effects and the dependent variable, teacher
depression. The aforementioned variables were studied through the Selye’s Systems
Theory (cited in Amagoh, 2008), the Lazarus (1990) theory, which underlines
psychological stress and gives a theoretical framework for coping mechanisms, and
Becks (1979) Cognitive Theory of Depression.
Selye’s Systems Theory views organizations as constantly interacting with their
environment which is comprised of a set of relationships between agents and stakeholders
(cited in Amagoh, 2008). Its foundation suggests that everything is relative to one
another within organizations and social constructs. Recent research and reviews of
schools and community programs have focused largely on identifying the features of
settings that are associated with positive youth outcomes (Tseng & Seidman, 2007).
34
35
With little empirical understanding about social environments and their effects on
teachers’ mental health, the framework of the systems theory provided a basis that
explains important aspects of settings and how they are interrelated in a system and the
effects it may have on teacher depression.
The interdependencies within social organizations, such as schools, come with
many environmental challenges. Since Selye’s Systems Theory (cited in Amagoh, 2008)
considers the input-throughput-output component and their interactions both within itself
and with the external environment, the elements of purpose, people, structure, techniques
and information must be coordinated and integrated by the managerial system, in order to
maximize value for the organization. For the purpose of this study, the researcher’s
further investigation of variables within school environment that directly affect
depression in teachers or symptoms thereof is significant to understanding systems and its
theoretical framework. The aspect of social environments as systems within this study
described the relationships of social processes (i.e. the relationships between 2 or more
people), resources (i.e., human, economic, physical, temporal), and lastly, the
organization of resources (i.e., how resources are arranged or allocated) (Tseng &
Seidman, 2007). The proposed outcome of this study was to conceptualize for
educational leaders the fundamentalism of systems and how each sector is
interdependent. Specifically, within the school environment, components that would
potentially affect teacher’s mental health can be found within the domains of the school
building and school district. Selye’s Systems Theory gives validation to the notion that
input variables such as school climate, job demand, teacher pay, school reform,
organizational structure, administrative support and collegial relationships have
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significant relationships with each other and the proposed dependent/output variable,
depression.
It is also significant to note how the coping theory plays into the relationship of
coping and depression. Lazarus’ theory of psychological stress and coping suggests that
there is a relationship with the environment that the person appraises as significant for his
or her well being and in which the demands tax or exceed available coping resources
(Krohn, 2002). The theoretical framework of the Lazarus theory (1990) gives thought of
how psychosocial stressors within the workplace affect its employees and how employees
cope. Coping is intimately related to the concept of cognitive appraisal and, hence, to the
stress-relevant person-environment transactions (Krohn, 2002). It is defined as the
cognitive and behavioral efforts made to master, tolerate, or reduce external and internal
demands and conflicts amongst themselves (Lazarus, 1990). Coping skills are relevant to
the study because the manner in which they are executed determine if symptoms of
depression is likely in school teachers. Moreover, the understanding of the process
behind coping and their relation to stressors within the work place will help educational
leaders to meet the needs of their employees within the school building.
Research of the approaches that describe coping strategies with stressful situations
and stressful environments has grown significantly. Conclusively, researchers have
found that many trait-oriented approaches have determined two frameworks central to an
understanding of cognitive responses to stress. Vigilance or Directive Action is the
orientation toward stressful aspects of an encounter. Cognitive avoidance or palliative
coping averts attention from stress-related information (Krohn, 2002). Research has yet
to determine if the two coping strategies are fully independent of each other. However,
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research has shown that these two coping processes are conceptually linked to personality
by the hypothesis that the habitual preference for avoidant or vigilant coping strategies
reflects individual differences in the susceptibility to emotional arousal or uncertainty
(Krolm, 2002). Coping with the demands of the profession in teaching can be quite
overwhelming for individuals and the researcher postulates that there is a direct
relationship with avoidance coping skills and depression. Travers (2001) indicates that
while some teachers are able to adequately respond and cope with job pressures, others
are not. Potential stressors of the profession are personal in nature and some teachers
may fall susceptible to the stress because of personality traits. Stress process contains
variables to be assessed both subjectively and objectively, such as constraints, temporal
aspects, or social support networks (Krohn, 2002). Additionally, personality traits play a
significant role in coping skills, which results in a hypothesized increase to the
susceptibility of depression in certain individuals. The coping theory will not give
explanation to factors that create stress, but to the methods and resources that preserve
well being in the face of stressful encounters. This is particularly useful for educational
leaders in battling the pervasiveness of depression in the profession of teaching.
Lastly, Becks Cognitive Theory of Depression (1967) lays substantial
groundwork for understanding depression as a growing disease within schools. Within
this circular theoretical perspective, the fundamental attribute of depressive disorders is
the concept of the cognitive triad, with one experiencing negative views of oneself, one’s
world, and one’s future (Beck, 1967; Beck, Rush, Shaw, & Emery, 1979). Furthermore,
negative schemata form the foundation of the cognitive triad, which are hypothesized to
be created in the early stages of development, making these negative cognitions innate in
38
personality. Additionally, this theory suggests that depressive disorders are a result of
negative cognitions and faulty information processing called cognitive distortions often
consequential of over generalizations, personalization, or dichotomous thinking. Negative
cognitions of this enormity are plausible in many situations. Beck (1967) asserts that
depressive episodes as a result of the negative cognitions are likely if certain
environmental factors are present, such as a traumatic event or chronic stress.
Beck’s contention of depressive episodes stemming from chronic stress is
particularly instrumental to the study. Specific occupational variables have become
extremely stressful for teachers and have deemed the career one in which professionals
feel overworked and misunderstood. Schaubman, Stetson, and Plog (2011) supports that
in an investigative study conducted by J. Blasé, teachers find stress in dealing with
student misbehaviors, a multitude of work demands, and limited teacher control, all being
significant variables leading to teachers feeling as if they are unable to achieve their
professional goals of educating students. The enduring feelings of chronic stressors of
this magnitude are likely to cause depressive episodes for teachers. Therefore, the
aforementioned inhibitors of chronic stress can lead to negative self-efficacy, a decline in
professional accomplishment, and a derived hopelessness in the future successes of the
students; all being significant factors in the cognitive triad that underlines the
symptomatology of depression.
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Definition of Independent and Dependent Variables
Administrative Leadership and Support: A process of motivating people to
work together collaboratively to accomplish great things, providing appropriate aid and
support.
Collegial Relationships: Relationship between those in an organization holding
the same rank or power
Coping: Constantly changing cognitive and behavioral efforts to manage specific
external and/or internal demands that are appraised as taxing (Krohn, 2002).
Depression: Depression is a disorder that involves feelings of sadness lasting for
two weeks or longer, often accompanied by a loss of interest in life, hopelessness, and
decreased energy (www.ehealthmd.com).
Palliative Coping (avoidance coping): Relieving or soothing the symptoms of a
disease or disorder without effecting a cure (Krohn, 2002).
School Climate: students’ and teachers’ perception of their school environment,
or the school’s personality.
School Environment: School-level variables that relate directly to the teachers,
curriculum coordinators, or principals which reflects policies created at the school,
district, or community level that impact the entire school faculty, parents, and students.
Social Support: the individual belief that one is cared for and loved, esteemed
and valued, and belongs to a network of communication and mutual obligations’ (Cobb,
1976).
Student Demographics: Age, race/ethnicity, gender, grade-level, and socio
economic status of students within a school population.
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Urban schools: schools located in urban areas that have relatively
disproportionate numbers of minority students who receive free or reduced lunch and
may have limited proficiency in English.
Relationship of Variables
A review of literature suggests that there is a significant relationship between the
independent variables within school environment, social support, and coping and
depression or symptoms thereof in teachers. The components within the independent
variables exist somewhat universally; yet, they may differ in every school environment.
The intended goal of the study was to understand which of the variables had a direct
effect on the symptoms and diagnosis of depression in teachers in urban schools. Selye’s
Systems Theory (cited in Amagoh, 2008) asserted that these variables are all
interdependent; however, there are components of the independent variables that may
have had a greater effect on the symptoms or diagnosis of the mental illness. Similarly,
the Lazarus’ Coping/Trait Theory (1990) gave explanation to why depression was more
prominent in certain individuals and what coping mechanisms or lack thereof have had
tremendous impact on mental health. Lazarus’ coping theory postulates that coping
mechanisms are aligned to personality traits. Figure 1 explains the relationship of the
















Figure 1. Relationship among the Variables
Limitations of the Study
As with any investigative study, there are certain areas that are beyond the
researcher’s control. Since the study was quantitative and relied upon the use of surveys,
results may have been skewed with self-reported data from participants. Inherently, self-






reported data can contain potential sources of bias. This method included information
that could have potentially created variance in the results because of selective memory,
isolated events, or exaggerations. Additionally, self reported data may have reflected
personal events that are not a result of the independent variables of focus. Although the
review of literature provided supportive evidence that shows linkage to depression from
the proposed independent variables within occupational environments, the results may
not have included added outside stressors, such as personal life, that unintentionally add
to the demands of the workplace.
Lastly, snowball sampling as a sampling procedure presented an area of concern
for the researcher. The sample was heavily reliant on the researcher’s ability to network
vertically to find appropriate samples. Purposive sampling enabled the researcher to
begin with a target group. However in chain referrals, those who were selected to begin
the study may then refer participants to the study who have similar characteristics,
providing unrealistic data. This partiality made it difficult for the researcher to
disaggregate actual trends within the study.
Summary
Theoretical frameworks help to shape organizations, practices and beliefs. They
also push for research to be done in hopes of crediting or finding loopholes in previous
studies. With teacher depression being a relatively unstudied domain, breakthrough
findings can improve school environments, supportive circles, and methods in coping
within urban schools. Despite the limitations that are presented within the study, building
on the knowledge that is concluded can impact many schools, resulting in healthier
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teachers and growing numbers in student achievement. Knowledge or awareness of the
growing disease is helpful for educational leaders. If supervisors in education are aware





The study investigated the relationship between the independent variables school
environment, administrative leadership and support, social support and coping with the
dependent variable, teacher depression. The study discovered implications that all
independent variables have for educational leaders. The study used a quantitative
approach that depended on statistical data derived from a Likert Scale to determine
conclusive findings within Title I and Non-Title I schools. Surveys were particularly
useful in this study because they measured one’s feelings, ideas, and attitudes within a
predetermined population. Moreover, surveys are designed to discover relationships
between the proposed variables of study (Graziano & Raulin, 1993). Specifically,
surveys that use Likert scales or scales that demonstrate a range in feelings to test
relationships allow respondents to answer on a continuum.
Additionally, the instrument used in the study was formatted to accommodate a
correlational research design. Creswell (2005) states that investigators in correlational
designs use the correlation of statistical tests to describe and measure the degree of
association (or relationship) between two or more variables. This design examined the
possible relationships amongst the independent variables of school environment,
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administrative leadership and support, social support, and coping to the dependent
variable, teacher depression. It is important to denote that this research design does not
indicate complete causation, as there are many factors that can contribute to the
phenomenon of depression in teachers.
This approach was particularly helpful in determining the relationship of the
proposed independent variables to teacher depression. The use of the derived data
provided educational leaders with noteworthy information that can assist in the
prevention of depression in teachers within the educational arena. The research design
helped to determine findings to the following research questions:
RQ 1: Is there a significant relationship between school climate and the
symptoms of teacher depression?
RQ2: Do environmental factors such as economic depression relate to the
symptoms of teacher depression?
RQ3: To what extent does social support play a role in the symptoms of
teacher depression?
RQ4: Is there a significant relationship between gender and the symptoms of
teacher depression?
RQ5: Is there a significant relationship between years of experience in
teaching and the symptoms of teacher depression?
RQ6: Is there a significant relationship between teachers’ qualifications and
the symptoms of teacher depression?
RQ7: Is there a significant relationship between the type of students taught
and the symptoms of teacher depression?
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RQ8: Is there a correlation between teachers’ age and the symptoms of
teacher depression?
RQ9: Does a relationship exist between teachers who are employed in Title I
schools and symptoms of teacher depression?
RQ1O: Does a significant relationship exist between avoidance coping practices
and symptoms of teacher depression?
RQ 11: Is there a correlation between administrative leadership and support and
symptoms of teacher depression?
RQ 12: Is there a relationship that exists between negative student behaviors
and symptoms of teacher depression?
Description of the Setting
For the purpose of this study, the locale of focus was settings that are deemed
Title I schools. Within the Elementary and Secondary Act of 1965, federal statutes
mandate that schools and school districts with high percentages of low income families
are provided supplemental funding to assist with educational programming beneficial to
those students. These schools and school districts are subjected to federal regulations and
must make certain academic gains within one school term. Title I funding from the
govermnent is promised to schools and school districts that are in need of funding and to
schools that may be considered low achieving. These schools and districts ascertain high
commitment to improving school standards in effort to grow student achievement.
Funding is reviewed and may be renewed every five years.
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Sampling Procedures
Purposive and snowball sampling was used in this study. The first sample
included ten specified individuals. Those ten individuals were asked to seek more
participants who were willing to complete the survey. The effects of the chained referrals
from existing subjects in effort to recruit more participants provided a wider range of
information for the researcher and created opportunities to derive correlations from the
variables of interest in the study. This sampling technique provided the researcher with
basic data and trending that was relative to the study of teacher depression within the
specific context of the urban school. Convenience sampling was useful in acquiring
participants to complete surveys because of the accessibility to teachers. This research
method was helpful in detecting the relationship of school environment, administrative
leadership and support, social support, and coping with the dependent variable, teacher
depression. Participation was strictly voluntary. The researcher sought to conduct a study
that is based on forty individuals.
Working with Human Subjects
Participation in the study was strictly voluntary. Participants who wished to
contribute to the conclusive findings of the study remained anonymous and
confidentiality was maintained. Participants were asked to complete the survey online in




A review of literature of occupational stressors within the teaching profession
identified that three common feelings are identified within the context of the study. In
order to determine the prevalence of depression amongst teachers as it relates to the
independent variables of school environment, social support and coping, the researcher
measured emotional exhaustion, depersonalization and professional accomplishment.
Under the advisement of Clark Atlanta University faculty, the researcher constructed an
instrument that measured depression and the participants’ feelings towards school
environment, social support, and coping mechanisms in regards to urban school settings.
The language of the instrument reflected that which was conducive to an educational
environment. The items were written in the forms of statements about personal attitudes,
reflections, and feelings. Participants responded according to the frequency or
infrequency of the statements on a 5 point scale of 1 = Never, 2 = Sometimes, 3 =
Frequently, 4 = Almost Always, and 5 = Always. Higher ratings on this scale denoted
that the teacher experienced stress as result of school environment, social support and
coping abilities relatively more often than not. The survey is a 24 item instrument that
was broken down into the following variables:
1. School Environment: Items 1, 2, 4, 6, 13, 15, and 21 measured the
participants’ feelings of being emotionally exhausted and overextended within
the context of the school environment. Higher scores corresponded to higher
degrees in symptoms of depression in teachers.
2. Social Support: Items 3, 5, 7, 10, 12 and 14 measured feelings of
competence, achievement and support in the context of social support. In
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contrast to school environment, higher scores deemed that the participant had
a greater sense of self-efficacy and support and lesser chance of experiencing
depression or symptoms thereof because of occupational variables.
3. Avoidance Coping Practices: Items 11, 18, 19, 22, and 23 measured the
participants’ feelings of coping and avoidance as it relates to occupational
stressors. Higher scores corresponded to higher degrees in symptoms of
depression in teachers.
4. Depression: Items 8, 9, 16, 17, 20, and 24 measured the participants’ feelings
of intense sadness and prolonged changes in moods. Higher scores
corresponded to higher degrees in symptoms of depression in teachers.
The instrument was designed to determine if a relationship was found with the
independent variables of school environment, administrative leadership and support,
social support and coping abilities and the dependent variable, teacher depression. It is
important to note that this instrument is not a viable instrument to diagnose actual
depression in teachers, but a method of determining the beginning stages in signs and
symptoms of depression. A review of literature determined that manifestations of stress
and stressors within the teaching profession that are also identified in the research
questions are school climate, school environmental factors such as teacher pay, student
demographics, and social support through collegial relationships and professional cadres,
and work demands.
In addition to the measurement of the participants’ feelings towards school
environment, social support, coping mechanisms and depression within the instrument,
teacher characteristics and demographics were asked through the use of a six item
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inventory which was asked at the conclusion of the survey. This inventory investigated
gender, age, years of experience, level of education, and types of students taught
(gifted/honors students and students with or without disabilities). Teachers identified if
they were employed in a Title I school. Within the review of literature, the
aforementioned components within the demographics questionnaire have been cited to
also be causal factors and relative to the symptoms or diagnosis of depression in the
teaching profession. The significance of the demographics allowed the researcher to
resolve if teacher depression is found in one sub group more than another.
Data Collection and Procedures
The researcher created the survey in Google Docs and uploaded the instrument to
a free online resource, E Survey Pro, that keeps survey results anonymous and allows the
participants to complete the research in their own timing. The survey remained online for
thirty days. The researcher identified 10 teachers who work within Title I schools. The
teachers were asked to voluntarily participate in the study. Participants were informed
that their contribution to the conclusive findings of the study would remain anonymous
and confidentiality would be maintained. The participants were asked to share the survey
with other teachers in various school districts. The researcher collected the data and used
the software Statistical Package for the Social Sciences (SPSS) to determine the
correlational relationship amongst the proposed independent variables of school
environment, administrative leadership and support, social support and coping with the
dependent variable, teacher depression. The researcher determined if there was a higher
prevalence of teacher depression in Title I schools as compared to non-Title I schools.
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This tool helped the researcher to determine if there were any general dependencies
derived from the study with close examinations of correlational ratios.
Statistical Applications (Quantitative)
For this study, the researcher used the software Statistical Package for the Social
Sciences (SPSS) to determine the correlational relationship amongst the proposed
independent variables of school environment, administrative leadership and support,
social support and coping and the dependent variable, teacher depression. Because of the
correlational research design of the study, the data analysis was subdivided in a tabular
format to determine coexistent relationships. Additionally, the researcher sought to test
the validity of the questions by using a Validity Test. In theory, the items measured were
tested to reflect how true the relationship is for an intended concept. The research
questions were tested using a Pearson bivariate correlation coefficient, which determined
the relationship of teacher depression to the proposed independent variables of school
environment, administrative leadership and support, social support, and coping.
Statistical significance was determined by a significance value of .05 or lower.
Limitations of the Study
As with any investigative study, there are certain areas that are beyond the
researcher’s control. Since the study was quantitative and relied upon the use of surveys,
results may have been skewed with self-reported data from participants. Inherently, self
reported data can contain potential sources of bias. This method included information
that could have potentially created variance in the results because of selective memory,
isolated events, or exaggerations. Additionally, self reported data may have reflected
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personal events that are not a result of the independent variables of focus. Although the
review of literature provided supportive evidence that shows linkage to depression from
the proposed independent variables within occupational environments, the results may
not have included added outside stressors, such as personal life, that unintentionally add
to the demands of the workplace.
Lastly, snowball sampling as a sampling procedure presented an area of concern
for the researcher. The sample was heavily reliant on the researcher’s ability to network
vertically to find appropriate samples. Purposive sampling enabled the researcher to
begin with a target group. However in chain referrals, those who were selected to begin
the study may then refer participants to the study who have similar characteristics,
providing unrealistic data. This partiality made it difficult for the researcher to
disaggregate actual trends within the study.
Summary
Depression in teachers has been overlooked and understudied. Moreover,
studying the prevalence of negative mental health in urban schools is an important factor
in accomplishing gains in student achievement. This study attempted to seek out the
proposed relationships between the independent variables school environment, social
support and coping with the dependent variable, teacher depression. The correlational
research design using Pearson’s bivariate correlation coefficient determined the true
significance of the relationship of the independent variables to the sub divisive measures
of emotional exhaustion, depersonalization and professional accomplishment in
depression. Participation in this study was a result of purposeful and snowball sampling,
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using subjects to solicit more participants to provide the researcher with a wider range of
information to test hypotheses. Participants were asked to identify if they work in a Title
I school to determine if teacher depression is more prevalent in schools who service low
income families or low achieving students. It was strictly voluntary and information
reported was anonymous and would remain confidential.
CHAPTER V
DATA ANALYSIS
The purpose of the study was to investigate the relationship between the
independent variables of school environment, administrative leadership and support,
social support and coping mechanisms to the dependent variable of teacher depression.
The proposed study hoped to discover implications that all independent variables will
have for educational leaders. Statistical data derived from the administration of a survey
to teachers using a Likert scale was used to determine conclusive findings.
In order to determine and analyze a correlative relationship between the
independent variables and dependent variable, the researcher collected primary data from
the teachers. An instrument, which was developed under the advisement of Clark Atlanta
University professors, sought to measure emotional exhaustion, depersonalization, and
professional accomplishment within school environment with relation social support, and
coping mechanisms. Ultimately, the intended focus was to seek relationships that exist
between the aforementioned independent variables and teacher depression, the dependent
variable. The instrument also sought to measure relationships by testing item validity. It
is important to note that the instrument used is not a viable instrument to diagnose




Descriptive Data of Respondents
The chapter presents an overall scope of the results derived from the teacher
surveys and a detailed analysis of the data, categorized by research questions. Data on
the descriptive overviews of the respondents are presented in tables. These tables depict
the frequency in which a subgroup responded to the survey. Table 1 shows that there
were more female respondents than male respondents.
Table 1
Percentage ofRespondents by Gender
Valid Cumulative
Gender Frequency Percent Percent Percent
Male 1 7 16.3 16.3 16.3
Female 2 36 83.7 83.7 100.0
Total 43 100.0 100.0
Table 2 is a data set that purports teachers between the ages of 27-3 2 constituted
the largest age group in the sample.
Table 2
Percentage ofRespondents by Age Group
Valid Cumulative
Age Group Frequency Percent Percent Percent
21-26 1 2 4.7 4.7 4.7





Age Group Frequency Percent Percent Percent
33-38 3 8 18.6 18.6 69.8
39-44 4 8 18.6 18.6 88.4
45+ 5 5 11.6 11.6 100.0
Total 43 100.0 100.0
Table 3 denotes that teachers with one to five years of experience constituted the
largest group in the sample.
Table 3
Percentage ofRespondents by Years ofExperience
Years of Valid Cumulative
Experience Frequency Percent Percent Percent
1-5 1 17 39.5 39.5 39.5
6-10 2 13 30.2 30.2 69.8
11-15 3 9 20.9 20.9 90.7
16-20 4 3 7.0 7.0 97.7
20+ 5 1 2.3 2.3 100.0
Total 43 100.0 100.0
Table 4 suggests that teachers with Masters degrees responded at a higher
frequency than teachers with bachelors, specialists, and doctoral degrees.
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Table 4
Percentage ofRespondents by Level ofEducation
Level of Valid Cumulative
Education Frequency Percent Percent Percent
Bachelors 1 8 18.6 18.6 18.6
Masters 2 21 48.8 48.8 67.4
Specialist 3 10 23.3 23.3 90.7
Doctoral 4 4 9.3 9.3 100.0
Total 43 100.0 100.0
Table 5 suggests that teachers who teach regular education students responded
more frequently than those who taught Gifted/Honors or Special Education students.
Table 5
Percentage ofRespondents by Students Taught
Valid Cumulative
Students Taught Frequency Percent Percent Percent
Gifted 1 5 11.6 11.6 11.6
Regular Education 2 28 65.1 65.1 76.7
Special Education 3 10 23.3 23.3 100.0
Total 43 100.0 100.0
Table 6 shows that most of the respondents were in Title I schools.
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Table 6
Percentage ofRespondents by School Type (Title I and Non-Title I)
Valid Cumulative
School Type Frequency Percent Percent Percent
Title I 1 37 86.0 86.0 86.0
Non-Title I 2 6 14.0 14.0 100.0
Total 43 100.0 100.0
Table 7 suggests that most of the teachers who responded to the survey work in
middle schools.
Table 7
Percentage ofRespondents by Level ofService
Valid Cumulative
Level of Service Frequency Percent Percent Percent
Elementary School 1 13 30.2 30.2 30.2
Middle School 2 20 46.5 46.5 76.7
High School 3 10 23.3 23.3 100.0
Total 43 100.0 100.0
The Results of the Correlation Analysis
Data that relate to the research questions and the instrument used to detect a
statistical significance are presented in tables. The data are used to support or reject the
relationship between the independent variables of school environment, social support and
coping, and depression in teachers.
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The primary goal of a correlational study is to determine if there is a significant
relationship between independent variables and dependent variables. With using a
Pearson correlation, the researcher measured the degrees of association between
variables. The correlation coefficients, which fall between -1 and +1, express the degree
of linear relationship between the row and column variables of the matrices presented. In
this study, a value at or below 0.05 deemed the relationship between variables significant.
The results of the data analysis are structured in respect to the order of research questions.
RQ 1: Is there a significant relationship between school climate and the
symptoms of teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
school climate and depression. Table 8 suggests that there is no significant relationship
that exists between school climate and depression in teachers, showing that the
statistically significant correlation is .270. The researcher further tested the relationship
between school climate and avoidance coping practices. The statistical value was .200,
making the relationship non-significant.
Table 8
Pearson Correlation between School Climate and Depression
Coping Depression







Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
School Climate 2 Pearson Correlation .200 .172
Sig. (2-tailed) .200 .270
N 43 43
RQ2: Do environmental factors such as economic depression relate to the
symptoms of teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
economic depression and teacher depression. Table 9 suggests that there is no significant
relationship that exists between economic depression and depression in teachers, showing
that the statistically significant correlation is 091. There is, however, a statistical
significance that exists between economic depression and avoidance coping practices




Pearson Coefficient Correlation between Coping, Depression, and Economic Depression
Coping Depression Item 4
Coping Pearson Correlation 1 .601** -.321
Sig. (2-tailed) .000 .036
N 43 43 43
Depression Pearson Correlation .601** 1 -.261
Sig. (2-tailed) .000 .091
N 43 43 43
RQ3: To what extent does social support play a role in the symptoms of
teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
social support and teacher depression. Table 10 purports that there is no significant
relationship that exists between social support and depression in teachers, showing that
the statistically significant correlation is .986. Data also suggest that no statistical




Pearson Coefficient Correlation between Coping, Depression, and Social Support
Coping Depression
Coping Pearson Correlation 1 .601**
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
Social Support Pearson Correlation -.126 -.003
Sig. (2-tailed) .421 .986
N 43 43
RQ4: Is there a significant relationship between gender and the symptoms of
teacher depression?
In the data collected from the sample, the mean denotes that Group 1 (Males) tend
to experience more symptoms of depression than Group 2 (Females).
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Table 11
T-Test ofGender and Teacher Depression
Group Statistics
Std. Std. Error
Depression Item 25 N Mean Deviation Mean
Males 1 7 15.7143 5.34522 2.02031
Females 2 36 12.1111 3.64713 .60786
The T-Test assesses a statistical difference between two groups. Table 12
suggests that there is a statistical significance represented from the sample. Data from
the sample implies that there is a significance of .033 and that males generally have
higher symptoms of depression in the teaching profession than females.
Table 12
T-Test between Gender and Teacher Depression Assuming Equal Variances:
Independent Samples Test
T-Test for Equality of Means
Levene’s 95%
Test for Confidence
Equality of Std. Interval of the
Variances Sig. (2- Mean Error Difference
Depression F Sig T df Tailed) Diff. Diff. Lower Upper
Equal variances
Assumed 5.111 .029 2.213 417 .033 3.60317 1.62819 .31497 6.89138
Equal variances not
Assumed 1.708 7.125 .131 3.60317 2.10977 .1.36788 8.57423
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The research was further developed to determine if there was a relationship
between avoidance coping mechanisms and gender. In the data collected from the
sample, the mean denotes that Group 1 (Males) tend to practice avoidance coping
mechanisms at a higher frequency than Group 2 (Females) (see Table 13).
Table 13
T-Test ofGender and Avoidance Coping
Group Statistics
Std. Std. Error
Depression Item 25 N Mean Deviation Mean
Males 1 7 13.8571 3.48466 1.31708
Females 2 36 12.0000 3.35517 .55919
The T-Test assesses a statistical difference between two groups. Table 14
suggests that there is no statistical significance represented from the sample. Data from
the sample implies that there is a significance of .190. Although Group 1 (Males)
practice avoidance coping more frequently than Group 2 (females), a statistical
relationship could not be derived from avoidance coping and gender to delineate
symptoms of teacher depression as a successor.
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Table 14
T-Test between Gender and Avoidance Coping Assuming Equal Variances: Independent
Samples Test
T-Test for Equality of Means
Levene’s 95%
Test for Confidence
Equality of Std. Interval of the
Variances Sig. (2- Mean Error Difference
Coping F Sig T df Tailed) Diff. Diff. Lower Upper
Equal variances
Assumed .007 .934 1.332 41 .190 1.85714 1.39391 -.95791 4.67220
Equal variances not
Assumed 1.298 8.312 .229 1.85714 1.43087 .1.42103 5.13532
RQ5: Is there a significant relationship between years of experience in
teaching and the symptoms of teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
teachers’ years of experience and teacher depression. Table 15 denotes that there is no
significant relationship that exists between teachers’ years of experience and symptoms
of depression showing that the statistically significant correlation is .79. Research was
further developed to determine if there was a relationship between avoidance coping
mechanisms and teachers’ years of experience. The data suggest that no statistical
significance exists between teachers’ years of experience and avoidance coping practices,
showing a correlation of .247.
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Table 15
Pearson Coefficient Correlation between Coping, Depression, and Teachers’ Years of
Experience
Coping Depression
Coping Pearson Correlation 1 .601**
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
Years of Pearson Correlation -.180 .040
Experience Sig. (2-tailed) .247 .799
N 43 43
RQ6: Is there a significant relationship between teachers’ qualifications and
the symptoms of teacher depression?
Pearson Coefficient Correlation was used to determine a relationship between
teachers’ qualifications and teacher depression. Table 16 denotes that there is no
significant relationship that exists between teachers’ qualifications and symptoms of
depression showing that the statistically significant correlation is .768. Research was
further developed to determine if there was a relationship between avoidance coping
mechanisms and teachers’ qualifications.
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Table 16
Pearson Coefficient Correlation between Coping, Depression, and Teachers’
Quaflfications
Coping Depression
Coping Pearson Correlation 1 .601**
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
Teachers’ Pearson Correlation -.290 -.046
Qualifications Sig. (2-tailed) .059 .768
N 43 43
The data suggests that little statistical significance exists between teachers’
qualifications and avoidance coping practices, showing a correlation of .05 9.
RQ7: Is there a significant relationship between the type of students taught
and the symptoms of teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
the type of students taught and teacher depression. Table 17 denotes that there is no
significant relationship that exists between students taught and symptoms of depression
showing that the statistically significant correlation is .2 17.
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Table 17
Pearson Coefficient Correlation between Coping, Depression, and Type ofStudents
Taught
Coping Depression
Coping Pearson Correlation 1 .601**
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601 ** 1
Sig. (2-tailed) .000
N 43 43
Students Taught Pearson Correlation -.066 -.192
Sig. (2-tailed) .675 .217
N 43 43
Research was further developed to determine if there was a relationship between
avoidance coping mechanisms and students taught. The data suggest that no statistical
significance exists between the type of students taught and avoidance coping practices,
showing a correlation of .675.
RQ8: Is there a correlation between teachers’ age and the symptoms of
teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship between
age and symptoms teacher depression.
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Table 18 denotes that there is no significant relationship that exists between
teachers’ age and symptoms of depression showing that the statistically significant
correlation is .845. Research was further developed to determine if there was a
relationship between avoidance coping mechanisms and teachers’ age. The data suggest
that no statistical significance exists between teachers’ age and avoidance coping
practices, showing a correlation of .245.
Table 18
Pearson Coefficient Correlation between Coping, Depression, and Teachers ‘Age
Coping Depression
Coping Pearson Correlation 1 .601**
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
Teachers’ Age Pearson Correlation -.18 1 -.031
Sig. (2-tailed) .245 .845
N 43 43
RQ9: Does a relationship exist between teachers who are employed in Title I
schools and symptoms of teacher depression?
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In the data collected from the sample, the mean denotes that Group 1 (Title I
Schools) slightly tend to experience more symptoms of depression than Group 2 (Non
Title I Schools).
Table 19
T-Test between School Type and Teacher Depression
Group Statistics
Std. Std. Error
Depression V30 N Mean Deviation Mean
Title ISchools 1 37 12.8108 4.24158 .69731
Non-Title I Schools 2 6 12.0000 3.52136 1.43759
The t-Test assesses a statistical difference between two groups. Table 20 suggests
that there is no statistical significance represented from the sample. The implication that
depression is relative to school type can not be derived from a numerical value of .660
with regards to significance in correlative studies.
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Table 20
T-Test between School Type and Depression Assuming Equal Variances: Independent
Samples Test
T-Test for Equality of Means
Levene’s 95%
Test for Confidence
Equality of Std. Interval of the
Variances Sig. (2- Mean Error Difference
Depression F Sig T df Tailed) Diff. Diff. Lower Upper
Equal variances
Assumed .132 .719 .443 41 .660 .81081 1.83103 .2.88703 4.50865
Equal variances not
Assumed .507 7.571 .626 .81081 1.59778 .2.91031 4.53193
The research was further developed to determine if there was a relationship
between avoidance coping mechanisms and school type. In the data collected from the
sample, the mean denotes that Group 1 (Title I Schools) tend to practice avoidance
coping mechanisms more frequently than Group 2 (Non-Title I Schools) (see Table 21).
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Table 21
T-Test between School Type and Coping
Group Statistics
Std. Std. Error
Coping N Mean Deviation Mean
TitlelSchools 1 37 12.7568 3.36985 .55400
Non-Title I Schools 2 6 9.5000 2.16795 .88506
The t-test assesses a statistical difference between two groups. Table 22 suggests
that there is a statistical significance represented from the sample. Data from the sample
implies that there is a significance of .028 and that teachers who work in Title I schools
generally experience more troubles with avoidance coping practices than those who work
in Non-Title I schools.
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Table 22
T-Test between School Type and Coping Assuming Equal Variances: Independent
Samples Test
T-Test for Equality of Means
Levene’s 95%
Test for Confidence
Equality of Std. Interval of the
Variances Sig. (2- Mean Error Difference
Coping F Sig T df Tailed) Diff. Diff. Lower Upper
Equal variances
Assumed 1.526 .224 2.279 41 .028 3.25676 1.42910 .37062 6.14289
Equal variances not
Assumed 3.119 9.483 .012 3.25676 1.04415 .91295 5.60056
RQ1O: Does a significant relationship exist between avoidance coping practices
and symptoms of teacher depression?
A Pearson Coefficient Correlation was used to determine a relationship coping
and symptoms teacher depression. Table 23 denotes that there is a strong significant
relationship that exists between avoidance coping practices and symptoms of depression
showing that the statistically significant correlation is .000.
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Table 23
Pearson Coefficient Correlation between Avoidance Coping Practices and Depression
Coping Depression
Coping Pearson Correlation 1 .601 **
Sig. (2-tailed) .000
N 43 43
Depression Pearson Correlation .601** 1
Sig. (2-tailed) .000
N 43 43
RQ1 1: Is there a correlation between administrative leadership and support and
symptoms of teacher depression?
Administrative leadership and support is presented in the data analysis using
items from the instrument that correspond with the research question. The independent
variable of administrative leadership and support was further tested with coping as an
independent variable to determine any significant relationships.
A Pearson Coefficient Correlation was used to determine a relationship between
Administrative Leadership and Support and teacher depression. Table 24 purports that
there is a significant relationship that exists between administrative leadership and
support and depression in teachers. This table suggests that there is a significance of .029.
With a value of .288, no significant relationship exists between administrative leadership
and support and avoidance coping practices in teachers.
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Table 24
Pearson Coefficient Correlation between Coping, Depression, and Administrative
Leadership and Support (Item #5)
Item #5 Coping Depression
Item 5: I feel school administrators Pearson Correlation 1 .166 •333*
respect my skills and abilities. Sig. (2-tailed) .288 .029
N 43 43 43
A Pearson Coefficient Correlation was used to determine a relationship between
Administrative Leadership and Support and teacher depression. Table 25 denotes that
there is a significant relationship that exists between administrative leadership and
support and depression in teachers. This table suggests that there is a significance of
.011. With a value of .006, a significant relationship also exists between administrative
leadership and support and avoidance coping practices in teachers.
Table 25
Pearson Coefficient Correlation between Coping, Depression, and Administrative
Leadership and Support (Item #6)
Item #6 Coping Depression
Item 6: School administrators push to Pearson Correlation 1 -.410 .384*
raise standardized test scores. Sig. (2-tailed) .006 .01 1
N 43 43 43
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A Pearson Coefficient Correlation was used to determine a relationship between
Administrative Leadership and Support and teacher depression. Table 26 denotes that
there is a significant relationship that exists between administrative leadership and
support and depression in teachers. This table suggests that there is a significance of
.023. The table also displays a significance of .001, showing a significant relationship
that exists between administrative leadership and support and avoidance coping practices
in teachers.
Table 26
Pearson Coefficient Correlation between Coping, Depression, and Administrative
Leadership and Support (Item #10)
Item #10 Coping Depression
Item 10: My school administrator Pearson Correlation I .488* .346*
welcomes and shares my interests Sig. (2-tailed) .001 .023
and concerns. N 43 43 43
RQ12: Is there a relationship that exists between negative student behaviors
and symptoms of teacher depression?
Pearson Coefficient Correlation was used to determine a relationship between
negative student behaviors and symptoms of teacher depression. Table 27 denotes that
there is a strong significant relationship that exists between negative student behaviors
and teacher depression showing a significance of .000.
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Table 27
Pearson Coefficient Correlation between Coping, Depression, and Administrative
Leadership and Support (Item #2])
Item #21 Coping Depression
Item 21: My students have negative Pearson Correlation 1 .4 18* * P577* *
attitudes and manifest negative Sig. (2-tailed) .005 .000
behaviors. N 43 43 43
Table 27 also displays a significance of .005, which details a significant
relationship exists between students’ negative behaviors and avoidance coping practices
in teachers.
Summary of Findings
This chapter presented a statistical analysis of primary data obtained from
teachers by uncovering relationships of significance found between the independent
variables of school environment, social support and coping to the dependent variable of
depression in teachers. The research questions were tested using the Statistical Package
for Social Sciences (SPSS). The researcher primarily used the Pearson Correlation
Coefficient as a means to reveal relationships between the sets of variables.
The relationships of variables investigated to support or reject previous theoretical
frameworks were varied. The researcher further developed the study to include coping as
a dependent variable because of its strong statistical relationship to depression. In many
instances, avoidance coping practices were not always parallel to depression, making
coping and depression independent of each other.
CHAPTER VI
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Introduction
The purpose of the study was to investigate the relationship between the
independent variables of school environment, social support and coping mechanisms to
the dependent variable of teacher depression. Using school environment, social support,
and coping as an overarching umbrella that encompasses many variables, the researcher
delved into the many factors framing the idea of school environment, social support and
coping being relative to depression in teachers. Additionally, the research sought to
uncover any relationship that existed between gender, age, years of experience in the
classroom, teacher qualifications, types of students taught, school type, and level of
service and the dependent variable, teacher depression.
An extensive review of literature, found in chapter two, regarded many factors
within school environment and social support to be impactful to the mental health of
teachers. Factors that were theoretically founded to be relative to symptoms of teacher
depression within the scope of the independent variables were school climate, collegial
relationships, administrative support and leadership, economic depression, negative
student attitudes and behaviors, and avoidance coping. Chapter III defined the
aforementioned variables in measurable terms and presented a diagram that made the
claim just by asserting that proven theories support the relationships between the
78
79
variables. The researcher described the research design, sampling technique, target
population and instrument that would be most effective in determining relationships
between the independent and dependent variables in Chapter IV. An analysis of the data
from the findings was presented in Chapter V.
This chapter provides findings, conclusions, implications and recommendations
for educational leaders, policy development and further research. The research was
guided by the following questions:
RQ1: Is there a significant relationship between school climate and the
symptoms of teacher depression?
RQ2: Do environmental factors such as economic depression relate to the
symptoms of teacher depression?
RQ3: To what extent does social support play a role in the symptoms of
teacher depression?
RQ4: Is there a significant relationship between gender and the symptoms of
teacher depression?
RQ5: Is there a significant relationship between years of experience in
teaching and the symptoms of teacher depression?
RQ6: Is there a significant relationship between teachers’ qualifications and
the symptoms of teacher depression?
RQ7: Is there a significant relationship between the type of students taught
and the symptoms of teacher depression?
RQ8: Is there a correlation between teachers’ age and the symptoms of
teacher depression?
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RQ9: Does a relationship exist between teachers who are employed in Title I
schools and symptoms of teacher depression?
RQ1O: Does a significant relationship exist between avoidance coping practices
and symptoms of teacher depression?
RQ 11: Is there a correlation between administrative leadership and support and
symptoms of teacher depression?
RQ12: Is there a relationship that exists between negative student behaviors
and symptoms of teacher depression?
The population of the study consisted of teachers employed in a public school
district in the metropolitan Atlanta area. Purposive and snowball sampling made the
acquisition of school teachers in numerous school districts across the state possible to
supply varied data for statistical purposes. The final sample of the study was 43 teachers.
Statistical information from the 43 teachers was analyzed from responses submitted
online from a carefully constructed instrument that was designed to test the relationships.
Because the study was primarily correlational, the researcher gained insight in the
relationships between the variables by using a Pearson Coefficient Correlation. A value
of <.005 deemed the relationship significant and relative to one another.
Findings of the Research
1. A Correlation between administrative leadership and support and symptoms
of teacher depression was significant.
2. A significant relationship exists between students’ negative behaviors and
attitudes and symptoms of teacher depression.
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3. The relationship between economic depression and symptoms of teacher
depression was insignificant; however, avoidance coping revealed to be
statistically significant to economic depression.
4. Teachers who work in Title I schools and Non-Title I schools showed no true
relationship to exhibiting symptoms of teacher depression. There was,
however, a significant relationship between school type and avoidance coping
practices.
5. In this study, males had fewer responses than female counterparts, but showed
to exhibit more signs of depression. There was no significant relationship
between gender and coping.
Conclusions
Many of the variables that were explored to deem previous researchers’ validity in
regards to school environment and social support being relative to symptoms of teacher
depression never truly mediated a relationship. Interestingly, 81% of respondents
reported experiencing depression periodically as a result of being employed as a teacher
in public school districts. The findings of the study pointed to the following conclusions:
1. The correlational nature of administrative leadership and support proved to be
significantly relative. This relationship is strongly linked to teacher
depression because of the demands and requests that are presented from
leadership. Item six from the survey, school administrators push to raise
standardized test scores, showed a strong correlation that allows the
researcher to conclude that in a push for achievement through test scores,
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teachers suffer from emotional exhaustion, which invariably is a component
of depression. Similarly, this push for achievement through test scores has
encouraged teachers to “teach to the test,” making depersonalization a huge
factor in the teaching profession.
As emotional exhaustion and depersonalization are shown to be indicative of
depression, many people who experience depressive symptoms within the
workplace may often experience a lack of professional accomplishment. Both
items five and ten from the instrument reflect the feelings that teachers do not
feel administrators respect their skills or abilities or that school administrators
do not welcome or share interests or concerns respectively. The relationship
suggests a sense of rejection. Teachers, who have studied for many years to
perfect their craft, want to feel as if their skills are respected and valued within
the decision making realm of the school environment. When this practice
from administrators is scarce or absent, this weighs heavily on teachers mental
health. Consequently, teachers experience a sense of professional inadequacy.
2. The presence of a relationship between negative student behaviors and
depression in teachers in this study was significant. The findings from this
study and current research, which is legitimized in the review of literature,
parallels and reveals that student apathy and negative behaviors impact mental
health negatively. Increasing students’ motivation to learn and remain
focused in the classroom can be considered a daunting task for educators.
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3. After the researcher tested many of the independent variables with coping as a
dependent variable, an analysis of the data proved that coping and teacher
depression were highly correlational, but did not indicate causation. Many of
the avoidance coping practices that are often associated with depressed
behaviors did not often equal depression. Participants of the study are not
necessarily experiencing symptoms of depression because of the economic
recession; instead, they generally choose not to think about the outcome of
being financially stressed.
4. Similarly, teachers who worked in Title I schools were not actually
experiencing symptoms of depression, but reported to practicing avoidance
coping mechanisms much more frequently than teachers employed in Non-
Title I schools.
5. Lastly, the researcher discovered within the study that although females
responded at a more frequent rate, males experienced more depressive
symptoms and moods within the profession.
Present and Future Implications for Educational Leaders
One of the many purposes of this study was to shed light on the factors that
attribute to symptoms of depression in teachers. There are several implications for
educational leaders.
1. Because administrative leadership and support showed strongly significant
correlation to teacher depression. The researcher can infer that teachers find it
difficult to include their personal teaching style and artistry in their lessons
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because of narrowed curricula that has been devoted to standardized tests. As
described in the review of literature, depersonalization is highly correlated to
depression. The educational system is in imminent danger if teachers
continue to feel overworked, undervalued, and overlooked. This type of
emotional exhaustion, depersonalization, and lack of professional
accomplishment can lead to increased numbers of teachers experiencing
depressive moods and absenteeism, which negatively affects the foremost goal
of any educational institution, high student achievement. Happy teachers are
critical and necessary.
2. In addition to creating better relationships with teachers, educational leaders
have the role of providing a learning environment that promotes positive
student achievement. Working to understand the daily challenges of teachers
within the classroom and work tirelessly to ameliorate them is a priority for
school administrators. If classroom disturbances and student apathy has an
impact on teachers’ mental health, there is a need to change the learning
environments students experience as they enter the classroom every day so
that learning can take place.
3. Recent economic problems have trickled down to school districts around the
nation, financially limiting district level officials. School leaders have begun
to feel the penny pinch, not being able to ensure that teachers will receive
raises, or even the same amount of money they made the previous year.
Although teachers are not experiencing symptoms of depression because of
the economic recession, there are more instances in which teachers practice
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avoidance coping mechanisms. Educational Leaders have the role of
examining opportunities to reward and provide incentives for teachers to
enhance their self-efficacy about the work that they do on a daily basis.
4. The researcher can infer that because Title I schools typically house a higher
proportion of at-risk students, the stresses that come along with teaching
students of low socioeconomic status have an effect on teachers There is a
need for educational leaders to implement, within the school environment,
researched based strategies that are culturally and socially relevant.
5. The findings from the study suggest that males are more at risk for
experiencing depression than females. Because males are generally
outnumbered by females in the teacher profession, they are often strategically
placed in the school building to be cornerstones for discipline amongst
hallways and helping hands to their female counterparts. This type of
pressure could have a negative effect on males and should be further
investigated within the context of depression in teachers.
After an analysis of the data presented from the study, several implications for
educational leaders are present. It is, essentially, the educational leader’s responsibility
to recover motivation of teachers and of students within their schools and districts. A
resulting intervention should be a flexible and piloted attempt to restructure the face of
schools and of unhappy, unhealthy teachers.
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Limitations of the Study
Although findings of the study were substantial, several limitations may have
impacted even more groundbreaking information. A major limitation to this study was
that the data obtained was self-reported. Although the use of the Likert Scale helped in
creating a variance of emotions, participants could have responded solely based on how
they felt in the exact moment or from the transgressions of the day. Inversely, self-
reported data is open to careless responding which would hurt the researcher in gaining
true insight into the study of depression in teachers.
Secondly, possible selection bias would be considered as a limitation to the study.
Purposive sampling allowed the researcher the convenience of choosing ten participants
to begin collecting data from. Through the use of a snowball sampling technique, the
initial ten participants would go and recruit more people to complete the survey
instrument on line. Because none of the respondents were randomly selected, their
demographics and feelings toward the profession may be more closely aligned to the
person that recruited them. This could have potentially hindered the researcher from
exploring many more factors that are directly correlated to depression in teachers.
Lastly, the time in the school year which the survey was administered could have
future bearings on the information provided from the data. The researcher can assume
that if the survey was administered in high stress times (i.e. beginning of the year, before
state mandated test, or end of the year), the information presented would be significantly
different. The survey was placed online and opened to the public following an extensive
holiday break. Teachers may have felt a more relaxed mental state which could have
contributed to the findings.
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Recommendations
Recommendations for Further Research
As a result of the study, the researcher discovered that there was a higher
prevalence of depressive symptoms in males as compared to females. Although the
number of male participants within the study was small, the researcher suggests further
research to determine if there is a trend in higher symptoms of depression and male
teachers. Qualitative research should be conducted to reveal what factors within the
teaching profession affect this population more significantly. Further research would
allow educational leaders to adjust educational practices that may impact the numbers of
depressive moods and symptoms in male teachers.
Additionally, educational leaders may benefit from further research on a larger
sample of teachers. With a larger sample, the opportunity to disaggregate trends within
the data grows. More informative statistics and conclusions can come from a larger,
more comprehensive group of teachers. Additional research should be conducted across
the various school districts in the nation that are home to urban schools.
Recommendations for Implementation
Based upon the findings that have been revealed from the study, the researcher
has made several recommendations for implementation.
1. As educational leaders must all become certificated, the researcher
recommends that preparatory programs incorporate an elective course that
focuses on the stresses and demands of the teaching profession. The course
would also benefit burgeoning school leaders by providing research based
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strategies that would ameliorate depression in teachers as a result of
leadership.
2. As educational leaders are required to develop consolidated school
improvement plans to promote academic gains, school districts should require
local schools to develop a separate School Behavior Plan that does not deviate
from the district-wide student code of conduct but incorporates a documented
system of rewards for well-behaved students and for those who attend school
daily. This plan will focus on the reduction of discipline referrals from
teachers, a school-wide discipline plan developed at the local level by teachers
to follow. The discipline plan should include a school wide behavior matrix
that students will be fully aware of. School districts are also encouraged to
implement a separate department within their county office that focuses on
community support so that businesses can support the effort monetarily.
3. School leaders should be considered as a support to teachers who are suffering
from the symptoms of teacher depression. Moreover, school leaders should
be educated on the importance of helping teachers cope with the problems
within the school environment that have an immediate effect on the mental
health of teachers. Problem-focused coping skills have been documented to
be the most effective method in coping with problems. Problem-focused
coping strategically helps those suffering mentally from stressors to identify
and erect a plan to gain stable emotional and mental health again. The
researcher has developed a “Recovery Wheel,” based from the ideals of
problem focused coping, that should be incorporated within the process of
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supporting the teacher. Because educational leaders are not experts with
supporting teachers in recovering from symptoms of depression using
problem-focused coping skills, a consultative should be hired at the county
level to provide professional training for effective ways to use the Recovery
Wheel. Figure 2 is a depiction of the Recovery Wheel.
Similarly, Employee Assistance Programs are constructed to help employees
to deal with problems that negatively impact their lives on day-to-day basis.
Generally, the help that is provided to employees is short-term and focuses its
attention on the outside factors that impact negative mental health. Employee
Assistance Programs (EAPs) should work to build a program for “Depressed
Teachers” that focuses on the factors within their work environment. With
use of the Recovery Wheel, EAPs can work with the teacher to build a road to
recovery. Because teachers may often be reluctant to seek help, EAPs are
recommended to visit schools throughout the school year to provide
information on the program. This practice can reduce the growing number of
teachers who suffer from depression in schools.
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4. Lastly, a push for achievement gains through standardized testing has swept
the nation. Educational leaders are under increasing pressure to push their
teachers to meet mandated student achievement goals. Both the teachers and
the administrative team are expected to make annual yearly gains and the fear
of failure is stressful. In alignment with the Educational Leadership
Constituent Council standards, educational leaders at the district level should
demonstrate knowledge of adult learning practices such as professional
development that focuses on authentic problems and research based strategies.
The professional development course should focus specifically on motivating




Figure 2. Recovery Wheel
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5. Support groups are essential in ameliorating the growing rate of depression
within the field of teaching. Male teachers, as displayed in the study, are
shown to experience more symptoms of depression than their female
counterparts. Educational leaders are expected to understand the school’s
personality and climate. In doing so, educational leaders are encouraged to
build support teams for male teachers in the building. The support team
should focus on male teachers as leaders within the building but should also
be used as a professional organization that encourages social support from
administrators. School administrators are charged to support, motivate and
reward male teachers for their presence in the educational community.
6. It is critical that local school districts revisit strategies used in their Employee
Assistant Program to support staff in crisis. This is a tool that educational
leaders can use to support teachers who are using coping techniques in highly
stressful working environments.
Summary
Findings from the data analysis were presented within the chapter. The researcher
was able to draw many conclusions based on the existence of two factors that express a
correlation with depressive moods in teachers-administrative leadership and support and
negative student behaviors. The researcher has developed implications and
recommendations for educational leaders. The researcher hopes to develop an extensive
program dedicated to ameliorating depressive moods in unhappy, unhealthy teachers.
APPENDIX A
Teacher Survey
The purpose of this research is study the potential influence of school environment, social
support, and coping upon the presence of symptoms of depression in teachers. Your
contribution to this research is invaluable and will provide beneficial information for
educational leaders. Because of the sensitivity of the matter, your identity will remain
protected, making you a completely anonymous participant.
If you are willing to participate in this research, please click the link below and proceed
in completing the questionnaire.
The following statements describe the different types of circumstances or feelings that
may occur during the school year.
Please read each item carefully and identify how often you have behaved or felt this way
by circling “0” for never, “1” for sometimes, “2” for frequently, “3” for almost always,
and “4” for always.
0 1 2 3 4
Almost
Never Sometimes Frequently Always Always
I. The school administrator 0 1 2 3 4
adds more areas/courses to
teach.
2. I decide what professional 0 1 2 3 4
development courses are
offered to the faculty.
3. The principal and 0 1 2 3 4
instructional staff supports
me with regard to
instructional needs
4. District-level officials have 0 1 2 3 4




0 1 2 3 4
Almost
Never Sometimes Frequently Always Always
5. I feel school administrators 0 1 2 3 4
respect my skills and
abilities.
6. School administrators push 0 1 2 3 4
to raise standardized test
scores.
7. Teachers on my grade level 0 1 2 3 4
plan together collaboratively
and welcome my ideas.
8. My appetite and eating habits 0 1 2 3 4
have changed dramatically.
9. I have had crying episodes. 0 1 2 3 4
10. My school administrator 0 1 2 3 4
welcomes and shares my
interests and concerns.
11. I’ve considered changing 0 1 2 3 4
professions.
12. My colleagues acknowledge 0 1 2 3 4
and respect my teaching
strategies and
accomplishments.
13. I feel personally responsible 0 1 2 3 4
for the well-being of my
students.
14. District-level officials 0 1 2 3 4
provide me with the
necessary tools I need to be
an effective teacher.
15. I have lack of planning time. 0 1 2 3 4
16. I feel lonesome. 0 1 2 3 4
17. I feel depressed. 0 1 2 3 4






0 1 2 3 4
Almost
Never Sometimes Frequently Always Always
19. I have taken off of work 0 1 2 3 4
because of the demands of
my job.
20. I have sleepless nights. 0 1 2 3 4
21. My students’ have negative 0 1 2 3 4
attitudes and manifest
negative behaviors.
22. I fantasize about being a 0 1 2 3 4
better teacher.
23. 1 avoid being around people 0 1 2 3 4
in general.
24. I can’t get rid of a sad 0 1 2 3 4
feeling.
Demographics: Please circle the most accurate information
Gender Male Female
Age Group: 2 1-26 27-32
Years of Experience 1-5 6-10
Level of Education Bachelors Masters
Students taught Gifted/Honors Education




Regular Education Special Education
Level of Service: Elementary Middle High
APPENDIX B
Item to Scale Validity Testing on Coping Practices
Correlations
____________________
Item I I Item 18 Item 19 [ Item 22 Item 23 Coping
Item 11 Pearson Correlation I .627** .335 -.033 .123
•749**
Sig. (2-tailed) .000 .028 .836 .43 1 .000
N 43 43 43 43 43 43
Item 18 Pearson Correlation .627** I
•335*
.256 .148 .840**
Sig. (2-tailed) .000 .028 .097 .344 .000
N 43 43 43 43 43 43
Item 19 Pearson Correlation .335 .335 1 -.108 -.002 .546**
Sig. (2-tailed) .028 .028 .490 .991 .000
N 43 43 43 43 43 43
Item 22 Pearson Correlation -.033 .256 -.108 1 .193 .388
Sig. (2-tailed) .836 .097 .490 .214 .010
N 43 43 43 43 43 43
Item 23 Pearson Correlation .123 .148 -.002 .193 1 .417**
Sig. (2-tailed) .431 .344 .991 .214 .005
N 43 43 43 43 43 43
Coping Pearson Correlation
•749** .840** .546** .388* .417** 1
Sig. (2-tailed) .000 .000 .000 .010 .005
N 43 43 43 43 43 43
**• Correlation is significant at the 0.01 level (2-tailed).
*• Correlation is significant at the 0.05 level (2-tailed).
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